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Abstract 
The paper describes structure, rationale, principles, application, outcomes and transferability elements of an ongoing consultancy 
carried out by the authors with a team of CLIL (Content and Language Integrated Learning) teachers in a primary school in Alto 
Adige/Süd Tirol, Italy, where a CLIL plurilingual programme has recently been introduced. The consultancy seeks to access and 
articulate teachers’ tacit knowledge about good pedagogy, to work with teachers to agree on good practice in CLIL through 
action research and discussion, and to support teachers’ professional development.  
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1. The context and its influence 
The province of Bolzano/Bozen, in the north of Italy (South-Tyrol), was a German-speaking area in the Austrian-
Hungarian Empire until the end of World War I, after which it became part of Italy. Between the two World Wars, 
Italian speakers were encouraged to settle in South-Tyrol, where the government established new industries 
requiring an expanded labour force. Newly-arrived Italian speakers brought with them their dialects and regional 
cultures. It was difficult enough for them to understand each other, let alone to understand and be accepted by the 
native German-speaking population, who considered the new arrivals as “invaders”. The German speakers, who had 
lived in a monolingual and mono-cultural society for centuries (apart from the two valleys in the Dolomites where 
the Ladin autochthonous population spoke their own Ladin historical language), were distressed by the new arrivals. 
During Mussolini’s Fascist regime the native German-speaking people were ostracized and lost some of their rights 
(e.g. the education system in German was suppressed and German was forbidden in schools and public offices). In 
1939 Hitler and Mussolini signed an agreement which allowed the German and Ladin people to choose whether to 
remain in Italy, and accept its language and culture, or to migrate to Austria or Germany, and live in a German-
speaking community. Eighty-six per cent (86%) of the native South-Tyrolean population opted to leave the region, 
although most did not effectively depart in the end. Of the percentage who did, most returned after the War, as the 
“promised land” turned out to be an illusion. After World War II a long process of negotiations, involving 
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international Authorities, enabled the three language groups (German, Italian and Ladin) to adopt legislation 
whereby each could develop their own policies in many fields, including education.  
A minority language in Italy, German is still the native language of the majority of the population in the province 
(70%). Italian is spoken by about 26%, and Ladin is spoken in two valleys (Gherdëina and Badia) by about 4% 
(source: www.provincia.bz.it/astat). German has also the highest status, since it is the language of the main political 
parties and of commerce.  
Italian and German native speakers have separate school systems, where either Italian or German is the main 
language of schooling. In the Ladin system the languages of instruction are equally divided between Italian and 
German, plus two hours of Ladin per week. In addition to these three main languages, the languages of the new or 
recent immigrants from inside and outside the European Union are also to be considered as adding to the complexity 
of the system. As a matter of fact, the “classroom mother tongue” in all schools in South-Tyrol (in particular in the 
main centres) is heterogeneous for several reasons: the presence of immigrants, bilingual families, and parents who 
prefer schooling for their children in the language that is not spoken in the family.  
The Italian school where the CLIL project illustrated in this paper is being carried out is therefore part of a 
complex linguistic and political context. Like all Italian schools in the province, it has to cope with an urgent need 
coming from the whole community, and in particular from Italian parents: the necessity of higher competence in 
German that Italian native speakers are required to achieve to be able to cope with and be part of the German-driven 
economic sector.  
For a long time the responsibility of enabling students to learn German at school in the Italian education system 
in Bolzano has been delegated to teachers who have often had to manage with insufficient support from school 
Authorities (inadequate training, lack of consultancy and of monitoring support). In the last ten years, thanks to local 
management of school legislation introduced in Italy in the year 2000, schools have been able to use a foreign or the 
second language (L2) as language of instruction (no more than 20% of the whole curriculum). Before 2000, this 
flexibility was not allowed by the provincial Statute of Autonomy. 
2. The plurilingual CLIL programme 
2.1. Connecting to the wider context 
In a system which has been unable so far to respond in a systemic way to the linguistic and cultural needs of the 
territory, the wish to develop a plurilingual vs. a multilingual community (i.e. a society where each citizen is 
competent in more than one language, rather than a society which includes more than one language, each spoken by 
a different language group) is very strong with the individual citizen. In February 2008, two teachers (the teacher of 
Italian and the teacher of German) of an Italian primary school near Bolzano/Bozen, the province capital city, took 
this need seriously and felt individually responsible, as citizens and as teachers, for the future intercultural 
framework and destiny of South-Tyrol. Having been allocated as the main team teachers of the future Year 1 (Y1) 
class (starting September 2008), they decided to engage in a new - and very challenging – adventure: a new 
plurilingual programme in their school (cf. Paragraph 2.3). They looked out for colleagues who were already 
carrying out similar experiences elsewhere in the province, contacted nearby schools for materials, asked for 
institutional support. They convinced the headteacher and school colleagues to involve the Local Education 
Authority (LEA) and the Chair of Education and Culture of their Municipality. The Chair involved the University of 
Bolzano/Bozen and managed to get the help of a professor of Education, who allocated two consultants to the 
project. A scientific committee was formed, which included members from the school staff, the school governing 
board, the University, the Municipality, the LEA, the Inspectorate and the Italian Pedagogical Institute. The 
committee still exists, and works in bigger or smaller working groups, depending on the needs or difficulties 
encountered during the life of the project. Although effectively managing big meetings has proven complicated at 
times, the school staff realize that it is very important not to remain isolated within the school context, but to reach 
out to similar experiences, pool together all the external support available, and discuss matters with all stakeholders. 
2.2. Valuing parental support  
Great support to the project has been given by the parents from the start. When the school programme started, the 
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two teachers involved them in several ways. During the first weeks of the first Y1 class (September 2008), parents 
were invited to school evening meetings where they were engaged in learning and reflecting activities - carried out 
at their adult level – applying the same approach their children were experiencing at their own level in class. This 
was a bonding event for many parents, and one which contributed to create an important, positive relationship with 
the teachers, and enabled families to be very supportive when some minor difficulties emerged during the following 
school-years. Some school activities, e.g. the “Council Book of the Class”, became family practice in some 
instances. In this book, which started in Y1, is still used in class today (Y3), and will be to the end of primary school 
(Y5), pupils note down problems with classmates, with teachers, with other classes. Each issue is discussed, and 
solutions are found, at weekly whole-class meetings chaired by a different pupil each time, under the supervision of 
one of the teachers. Pupils appreciate this experience of conflict discussion and resolution so much that some of 
them have transferred it to home as well, where it has become “The Council Book of Family Xxx”. 
2.3. Project organization, goals and overall pedagogical approaches 
“Linguisticautonomamente”, the plurilingual programme illustrated in this paper (its name being a made-up 
expression whose nearest translation in English could be “An autonomous mind that learns languages by itself”; cf. 
Rasom. Lucietto, Cretti e Stricca, 2009), has originated from the commitment of two teachers working in the Italian 
primary school of S. Giacomo di Laives/ St. Jakob Leifers, a village near Bolzano/Bozen. It started in the school-
year 2008-2009 with one Y1 class involving 19 pupils and their five teachers. At present, it involves three classes 
(Y3, Y2 and Y1). In this project, German is used for 12 hours a week in each class, i.e. twice as much as in the 
normal curriculum in the Italian education system. Six (6) of these hours focus on learning the language (literacy in 
German), the other 6 on learning content through German (Science, History, Geography, and some of the Maths). 
During the latter 6 hours, both the Italian teacher and the German teacher are present in the classroom, and work 
together to reach jointly determined goals and objectives.  
The long-term main goals of the programme are: i) improving L2 (German) competence, as compared to the level 
which is possible to reach following the normal Italian curriculum; ii) fully developing L1 (Italian) acquisition; and 
iii) creating a school context and ethos open to understanding, accepting and valuing the linguistic and cultural 
diversity that characterizes the provincial territory.  
In order to improve language competence, CLIL (Content and Language Integrated Learning) was chosen as a 
pedagogical approach. CLIL is a dual-focused teaching and learning approach in which the L1 and an additional 
language are used for promoting both content mastery and language acquisition to pre-determined levels (Mehisto, 
under publication). Quality CLIL pedagogy focuses on the learner, and sees learners actively carrying out learning 
tasks, often in pairs or small groups, while the teacher acts as a facilitator. As their overarching pedagogical theory, 
which characterizes their overall approach to teaching and learning, the two teachers have chosen a Montessori-
inspired approach. Montessori pedagogical principles enable differentiation of class activities through learners’ 
autonomous choice among different sets of highly-structured materials (from high- to low-complexity tasks) 
according to their own pace and proficiency level, for the development of partial competencies in core curriculum 
subjects (literacy and numeracy). This clearly puts each individual learner at the centre of the learning process, and 
gives prominence to his/her role as actively taking responsibility for his/her own learning, whilst the teacher offers 
guidance and help at difficult moments or at crucial learning steps (Montessori, 1972; see also Rogers and Freiberg, 
1994).  
2.4. Some key methodological choices 
An effective, hard-working and cohesive team is essential for any innovative school project. Being in tune with 
colleagues, believing in the same educational principles, are very good starting points. As one of the teachers said 
during an interview for the evaluation of year one of the project: “Without good feelings between teachers you can’t 
stay the whole day here… Thinking, planning, working… it would be impossible”. But also promoting a group 
culture where nobody is excluded and everybody has his/her own space is a crucial condition for bringing about 
positive change. In this project, this kind of non-judgemental culture was sought for from the beginning by the 
consultancy team (cf. Paragraph 3), which enabled two teachers who had not been directly involved at first (i.e. the 
teachers of English and of Religious Education) to adhere willingly in 2008-09. They enjoyed being part of the team 
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and often joined the CLIL consultancy meetings. They tried adapting some Montessori-based activities, used by 
their more experienced team colleagues, to their own teaching practice. The CLIL team was, and indeed still is, 
required by the nature of their approach to make many unpredicted methodological decisions - some bigger than 
others, but all meaningful - which stretch their professional skills at times. In the course of Y1, for example, as they 
were promoting real bilingual literacy rather than learning how to read and write in Italian and German separately, 
they had to choose how to deal with details as small as the direction of the graphic signs when teaching to write the 
letters of the alphabet. In Y2, they had to decide whether the German or Italian italics was to be used 
(Verneinfachteausgangsschrift vs Lateinischenausgangsschrift); in Maths, they became aware that German and 
Italian native speakers multiply objects by quantities in two opposite ways, so they had to solve the problem of how 
to convey this to the learners without confusing them.  
3. The consultancy 
3.1. Roles and responsibilities 
The consultancy was carried out for over two years by the two authors (both PhD students at the time the 
programme was being decided upon, in 2008) under the auspices of the Free University of Bolzano/Bozen, Faculty 
of Education, and with the supervision of Prof. Dozza. The consultancy is still ongoing, but since September 2010 
Lucietto has been doing it alone.  
At the very beginning, a decision was taken to involve two consultants rather than one, as they could have 
complementary roles and be instrumental in acting as an example of professional cooperation and teamwork for the 
teaching team itself. Lucietto is a CLIL researcher, a teacher trainer and educator. She has primarily worked 
elsewhere in Italy, especially in Trento, the monolingual province south of Bolzano, and in the UK. Rasom is a 
pedagogical attaché to the Ladin LEA in Bolzano, with experience in leading and managing international and local 
educational projects.  
The consultants structured their respective roles and responsibilities as follows: both would be members of the 
scientific committee. Lucietto was to be responsible for developing and scientifically grounding, as well as leading 
and managing, the support structure for the professional development of the CLIL teachers. She would address the 
internal coherence of the CLIL pedagogical and linguistic approach and liaise with the school head teacher, the 
Chair of Education of the Municipality and Prof. Dozza. Rasom would make her own perspective on the intricacies 
of linguistic political issues in the provincial and municipal context accessible to all, collect the data to document the 
whole process and carry out project evaluation. Prof. Dozza would be a member of the scientific committee, would 
be kept informed by the two consultants, and would discuss with them any critical or strategic issues (e.g. how the 
school policy related to other schools’ and the provincial system as a whole) arising along the way. 
3.2. Epistemological approach 
As soon as talks started between the University, the Municipality and the school (February 2008), the structure, 
rationale and principles of the teachers’ support scheme were explored. The questions the University team was to 
answer were of the following type: 
 What are the prerequisites for starting consultancy of this kind?  
 What competence/cies do the consultants need? 
 What knowledge and experience is required for supporting teachers who are carrying out an innovative approach 
aiming at developing plurilingual and intercultural competence? 
 What attitude/s on the part of the consultants facilitate/s the development of a trusting relationship with the 
teachers? 
 What data is to be taken into account as evidence of the success of the consultancy and of the whole programme? 
The two main teachers of the team had just started a two-year professional development course on Montessori’s 
pedagogical thinking and practice. They took the decision to implement Montessori principles and materials as 
much as possible in their future Y1 class (2008-09), although they did not want it to be their exclusive approach. 
The CLIL pedagogical consultant defended their choice (which some members of the scientific committee 
considered too innovative and complex for a newly-introduced CLIL programme), as it well complied with the 
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pedagogical paradigm change that many European CLIL researchers advocate for pedagogy in CLIL (Coyle, 2002; 
Clegg, 2001; Wolff, 2001; Wolff, 2005; Mehisto, Marsh and Frigols, 2008; Lucietto, 2008, among others).  
As to the structure of the consultancy itself, Lucietto drew on experience from CLIL consultancy she had 
previously carried out elsewhere (Lucietto 2008), revisited and honed during her PhD CLIL research study (Lucietto 
2010). The methodology chosen for the consultancy was the constant reflection on practice which characterizes the 
reflective practitioner (Schön, 1987), an approach whose epistemology firmly rests within action research (Kemmis 
& Mc Taggart, 1982; Hopkins, 1985). In Italy, such an approach is called “clinical supervision” by Mortari (2003). 
It enables to learn from experience, and to develop scientific knowledge based on and validated by practice, in a 
continuous virtuous spiral circle from practice to theory and from theory to practice.  
Mortari quotes Schön, the phenomenological approach to research and Dewey. She states that what pedagogical 
research needs to provide is “knowledge useful to practice”. To be able to do that, research must be grounded in 
experience. She also states that conceiving educational research as “ancillary research”, i.e. research committed to 
provide data that facilitates decision-making in the world of education practitioners, is not diminishing its value but 
helping it reconstruct its true sense. But, if theoretical researchers (academics) are to develop experience-grounded 
theory, they need to carry out continuous collaborative work with practitioner researchers (teachers) and undergo a 
scientific paradigm shift: from a model of research separated from practice, where academics unilaterally inform 
practitioners at the end of their research study, to a joint construction of knowledge which requires sharing every 
step of the research project (2003:128, my translation). This implies changes both in the way the roles of 
practitioners and academics are conceived and in their respective competencies: 
a. Practitioners need to develop a systematic method for analysing experience through the acquisition of 
reflective competence, and the discursive competence necessary to implement the results of disciplined 
reflective discourse; 
b. Academic researchers need to change their research paradigm: the epistemological principle of listening 
to the reality of education is essential; this implies conceiving practitioners as irreplaceable partners in the 
construction of pedagogical knowledge. Furthermore, the concept of “transformative research”, which 
promotes change in reality, is to assume primacy. 
Within this scientific paradigm of collaborative research there is reciprocal exchange and pay-off. The 
academic researcher can develop a significant, experience-based body of knowledge, which can be a new 
horizon of thought for practice. The practitioner, on the other hand, can find conditions to learn a scientific 
methodology which increases his/her capacity of formally structuring experiential knowledge. The former 
brings to the context some epistemic competence, the latter the real significant problems from which 
educational research should develop. (Mortari, 2003:129, my translation) 
3.3. A useful practical tool 
At the beginning of the school year 2008-09 the CLIL pedagogical consultant invited the two CLIL teachers (the 
teacher of Italian and of German) to gather data from the class (cf. Paragraph 4.2) so that the discussions during 
consultancy meetings could be evidence-based. However, this polite request, re-stated several times in the course of 
year one, was never fulfilled.  
The consultant also invited the teachers to keep a log-book (in the form of a simple exercise-book), and to 
physically leave it in class as an easy-to-reach tool where they could jot down impressions from lessons, questions 
they wanted to pose the consultant about children’s reactions/difficulties, thoughts about perceived progress, 
examples of children’s speech/competence levels, etc. During the first six months, nothing appeared in it. The 
teachers seemed somehow resistant to using it, the stated reason being they had too much to concentrate upon during 
their lessons. The consultant mentioned it some other times, but she soon decided not to force it, as the tool should 
primarily be of use to the teachers, rather than to the researchers. There also was another reason for this initial 
sparing use, which became apparent later on: the ability of “noticing” on the part of the teachers developed as the 
consultancy progressed. From the second year onwards more and more entries appeared. At present, the logged 
events, reflections and doubts are the starting point for the pedagogical dialogue at any meeting: indeed, there are 
always too many of them to do justice to all.  
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Another suggested use of the log, on the other hand, proved helpful to the team from the start: they used it as an 
easy real-time virtual go-between within the team, i.e. a way of leaving track of any critical incidents all team 
members ought to know, left by the one teacher who was to leave the class for timetable switch onto a colleague. 
3.4. Meetings’ structure, organization and development 
Thanks also to the positive impact on the critical thinking of the two CLIL teachers of the Montessori ongoing 
professional development programme they were experiencing, the consultancy characterised itself from the start as a 
reflective and insightful two-way pedagogical dialogue between teachers and consultant researchers in 3-4-hour 
monthly or by-monthly meetings after school (start time 4.30 pm). During the first year, external participants joined 
in at times (one parent, one kindergarten teacher): curiosity prevailed over privacy, and the consultants did not dare 
leave such important stakeholders out of the door. In the following years, probably reassured by the applied CLIL 
approach and its results in terms of children’s learning, they dropped out completely.  
Meetings have always mainly focused on applying active listening (Rogers and Farson, 1979) to the team’s 
accounts of class issues and events, comments, reflections and ideas first, and only secondly on giving relevant 
CLIL or language acquisition theory input if and when necessary. Cummins’ Quadrant on BICS and CALP (Baker, 
2006:167-186), for example, although often referred to on numerous occasions in passing, was only formally 
discussed in a meeting in February 2011, in year three of the consultancy.  
By gently pushing on the thinking and the reflection, and by constantly inviting the teachers to meta-
communicate and meta-reflect, the CLIL consultant has stimulated the opening of new knowledge territories and 
deeper levels of awareness. She has asked the team not only to tell their class stories and reflect on them, but to 
make the sources and motivations of their perceptions and reflections explicit. From there, reasoning would start on 
actions to pursue in order to anticipate or solve teaching and learning problems, in light of the pedagogical and 
language acquisition theories chosen as points of reference. The whole process has required many psychic energies: 
to the team, to be able to unveil every step of the thinking; to the consultant, to value every word and not to lose any 
thread of the ongoing discourse. The consultant has always worked to build a shared concept network which gives 
explicit sense to the pedagogical choices that have been made or are to be made; dosing the input on CLIL at the 
team’s perceived need or explicit request. This has enabled the co-construction of shared knowledge about some key 
pedagogical assumptions and about the approach which should characterize the setting of early bilingual education, 
i.e. at an age where a school offers an additional language to children who are still acquiring their L1. And on more-
than-one-at-a-time-language acquisition, rather than on simply learning an L2, the meetings have always focused. 
3.5. Last remarks  
This rather deep, contiguous to counseling, reflective approach to professional development is not often applied 
in education in Italy, and even less so outside teacher development in the field of English as a Foreign Language 
(EFL). That is the domain where Lucietto was first educated as a teacher trainer/educator. The possibility to cross-
fertilize areas as far apart in common thinking as EFL, German as L2 and mainstream pedagogy through an 
innovative CLIL project has been rewarding, and a source of further professional development (knowledge and 
competence) for her as well as for the teachers. I am very grateful to my former masters in the UK, and to the 
teaching teams who have been so enthusiastic about our common work so far and have enabled me to learn with 
them.  
4. Consultancy evaluation: facilitating change 
Consultancy means continuous search for improved practice and for opportunities for change and development, 
pushing the limit further and further gently. Pedagogical research should bring about change, “change in the 
symbolic, as well as in the material, quality of life. Doing research is at one with becoming and making others 
become aware of the meaning of one’s experience” (Mortari 2007:134). After nearly three years, several changes, 
symbolic and material, are visible in S. Giacomo. 
1444  Sandra Lucietto and Olimpia Rasom / Procedia - Social and Behavioral Sciences 30 (2011) 1438 – 1446 Sandra Lucietto/ Procedia – Social and Behavioral Sciences 00 (2011) 000–000 
4.1. Changes in teachers’ attitudes  
In normal teaching practice, teachers are free to use the educational approach they think suits their context best 
and work in their classroom alone. In S. Giacomo, on the other hand, sharing the educational principles within the 
team and with the consultants has become common but unprecedented professional development practice. Through 
this, teachers have become aware of the value of reflecting on their choices, in particular on the ones that have 
transformed their previous teaching practice. Stopping to reflect is now an essential part of their professional life, 
and they are beginning to do it on their own as well as with the consultant. 
During the consultancy process, consultants have always paid particular attention to the teachers’ beliefs and 
practice, always working to create a climate of respect, confidence and trust. During the first evaluation phase of the 
project, at the end of Y1, one teacher said: “I have experienced our meetings as moments which allow me to regain 
strength. True, we speak a lot among ourselves in the team, but with the aim of planning the future. On the other 
hand, whenever we met with you [the consultants] the time was used to stop, to stand and keep still, to make sense, 
to see where we were in relation to our key choices, and to recharge our batteries”. During Y1 the meetings were 
suspended from January to April (as the consultants were in the middle of their PhD field-research phase), and this 
created dissonance in the teachers’ professional life. Their remark was when the meetings started again: “In these 
last few months we have only worked”, meaning they had regretted missing the opportunity to grow through 
reflecting together on their practice. They said they had “felt the ground disappear from under their feet”. The 
consultants were affected as well, as they saw the bond that had connected them to the team loosening up, the thread 
of the co-construction of meaning and knowledge at risk. Just after the consultancy break, in preparation for a 
difficult scientific committee meeting, the meeting with the two consultants ended with no clear roles allocation 
between the teachers and the CLIL consultant about who would say what there. Two days later, Lucietto received an 
e-mail which questioned the whole of the support system. She felt personally and professionally criticized, and 
found the message unexpected, incomprehensible and very difficult to cope with. Being in a consultancy team, 
however, she was able to share it with her colleague, and the two consultants meta-communicated and meta-
reflected at their own level about the true meaning of the message, which was an expression of anxiety and panic. 
This consultancy approach, which is contiguous to counseling, reaches very deeply into one’s professional and 
personal identity and mobilizes emotions that in other professional development settings remain buried or 
unrevealed. Both of the two consultants is a psychologist by education, and sometimes “holding” the teachers and 
their emotions has been difficult, as in this case. The consultants managed to resolve the potential conflict by 
understanding and accepting the teachers’ fears and by mobilizing their own emotions in response: in a word, by 
considering themselves within the inner circle of change and by taking full responsibility for the emotional - as well 
as the cognitive - dissonance brought about by the change they were facilitating with their presence. 
4.2. Changes in teachers’ competence 
Being consultants in an innovative school project means promoting professional competence. Usually, at the 
beginning the context is at least partially known, and the objectives clearly stated. Often, though, the teachers 
involved do not know exactly what it will take to go through content and process day by day. Thus, issues almost 
always arise only during the teaching practice, and even more so during the reflection on practice. During the 
consultancy, teachers were often invited to gather data that was going to be useful for the reflection phase, from 
observation of learner behaviour (linguistic and physical) to awareness of their own practice. The suggested data 
gathering tools (recordings, field notes, videos, photos, classroom materials) were considered as extra work at the 
beginning, and even as precious time taken out of planning. By proceeding in the consultancy very slowly and 
gently, though, the teachers developed deeper and deeper awareness of the value of data. Working with the 
consultants enabled them to understand that their practice contained a whole world of valuable but submerged 
knowledge, so much so that after a while they started to ask for more and more information on CLIL and language 
acquisition, proceeding from a simpler to a more complex level of understanding and hunger for knowledge. This 
has been a process of guided autonomous growth, enabled by the CLIL consultant through the conscious application 
of a developmental approach with them similar to the one they were/are applying with their pupils in class.  
Using the same guiding principles (autonomous learning, a learner-centred approach, facilitating learning) has 
strengthened the bond between the consultant and the teachers, who have reached higher and higher degrees of 
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autonomy and deeper and deeper levels of reflection. The two CLIL teachers were committed from the start to 
attend specific further professional development courses (on Montessori, on the teaching of Maths); one of them had 
just started her first degree programme at Bolzano University. Only recently, however, have they started to 
autonomously gather real and structured data (rather than perceptions) from the class to support their statements. 
They are now gathering a substantial corpus of data which will enable them and the consultant to fully document the 
added value of this project in the children’s integrated learning of content and language. Their whole approach to 
research and documentation is now different: from a sense of being dependent upon the consultant (which they 
admitted to during the evaluation phase in Y1) to a position of being now empowered with colleagues, the head 
teacher, and the consultant herself. This became apparent in September 2010, when they presented the school 
programme to a wider audience at a Conference organized by the Faculty of Education in Bressanone/Brixen. They 
had presence and discourse that surpassed those of many colleague presenters: instead of limiting themselves to 
illustrating the organization of the S.Giacomo school project, they spent most of the time explaining and justifying 
their overall pedagogical approach and their main methodological choices. The talk had not been prepared in detail 
with the consultant beforehand: they had only discussed the frame within which they could best convey the deep 
meaning of this innovative project. And they fully succeeded.  
4.3. Changes at management level 
Another change, both symbolic and material, is taking place at whole school policy and management level. 
During his interview for the project evaluation in Y1, the L2 inspector said he was “convinced that projects like this 
are non-replicable, as they start, succeed and die with the team that initiated them”. In other words, they do not 
succeed in changing the whole school culture. In S. Giacomo, though, this is slowly happening. In June 2009, the 
parents of the new Y1 (2009-10), having witnessed the success of the first Y1 class, insisted in continuing the 
project. Many changes during the summer, however, put this at risk: the long-standing head teacher took retirement, 
the teacher of German of the future Y1 team left, the new German teacher and other team members showed 
methodological and pedagogical weaknesses, and half of the team refused to go through a similar consultancy 
structure. Their external support finally started in February 2010, but on a different basis and with a different 
consultant. Furthermore, the new head teacher did not succeed in making this project his own priority in his first 
year, as there were many other whole school issues to be resolved first. At the end of year two of the project (June 
2010) differences in achievement and behavior between the Y2 and Y1 class became evident. It was during the 
annual project evaluation process (July 2010) that the new head teacher, who had been observing from a distance, 
finally became aware of what had made the difference possible: if, on the one hand, it was clear to all that the 
quality and motivation of the first team were higher at the beginning of their journey than those of the second team, 
on the other hand it became apparent that the first team was succeeding so well also because of the consultancy and 
its characteristics, which “sealed and shielded” the coherence of their overall approach and facilitated and 
accompanied the teachers’ professional growth. This was openly referred to by the teachers themselves during an 
evaluation focus group. There and then did the head teacher fully understand the added value of this type of support 
structure, and decided, therefore, that he would make such an approach a school priority: this year (2010-11) he has 
insisted in organizing the support for the new Y2 and Y1 from September onwards, and has made it clear to the 
next-in-line teams that the new classes’ pedagogical approach will have to be learner-centred, task-based, where 
learners actively learn along the lines applied by the first team. Facilitating this change is his future challenge. A 
new school culture is beginning. 
5.  Conclusions 
The consultancy has focused on building relationships, stimulating growth, developing pedagogical culture, 
promoting authentic contexts for professional development and a new school ethos. In a word, on moving slowly 
pursuing quality and realizing values. It is not always necessary to promote big changes to be able to change whole 
contexts - often, the opposite is true: 
The smallest act in the most limited circumstances bears the seed of the same boundlessness, 
because one deed, and sometimes one word, suffices to change every constellation. (Arendt, 
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